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Typically, research on emergent literacy and phonemic awareness is focused 
on children older than five years of age. The research clearly suggests that emergent 
literacy and phonemic awareness skills are precursors for children to learn to read and 
that low-income children often lack these skills. However, very little research has 
focused on emergent literacy and phonemic awareness skills of four-year-olds. 
Another important factor that has been neglected, thus far, is the impact parents may 
have on their children acquiring these skills. Therefore, this study presents a training 
program that addresses emergent literacy and phonemic awareness in low income, 
four-year-old, Head Start children. The study found that children of families who 
received the phonemic awareness and emergent literacy training program achieved a 
higher level of phonemic awareness skills on post-intervention measures. These 
results suggest that four-year-old children can learn phonemic awareness skills from 




A traditional pastime of children and parents alike is reading a favorite bedtime 
story. This pastime not only helps the parent-child bond but it also promotes skills that 
young children need in order to establish basic reading and writing functions. Basic 
reading and writing skills were once thought to be "teachable" during first or second 
grade. However, it is now believed that these skills need to be developed at a much 
earlier age, for example, at age three and four (Teale & Sulzby, 1989). This concept is 
known as emergent literacy. Emergent literacy is linked with "the period between birth 
and the time when children read and write conventionally and is linked to the child's 
natural surroundings" (Sulzby & Teale, 1991, p. 728). Many researchers have defined 
emergent literacy differently. For the purpose of this study, emergent literacy will be 
defined as "the skills, knowledge, and attitudes that are presumed to be developed 
precursors to conventional forms of reading and writing" (Whitehurst & Lonigan, 1998, 
p. 849). 
Emergent literacy is a cornerstone to the later development of reading and writing 
skills. Children need to be exposed to print at an early age in both pre-schools and in the 
home for the most effective development of reading and writing. This researcher 
proposes to develop and implement a pilot training program for the parents of Head Start 
children to provide the parents with helpful skills and strategies in guiding their children 
through the process of emergent literacy. By doing so, the children will be expected to 
1 
2 
progress at a better rate through his or her reading and writing development and, as a 
result, begin school with a better understanding and a solid foundation in which to foster 
achievement. Pre- and post-intervention assessment of the Head Start children's 
phonemic awareness will be conducted as a measure of whether or not the training has a 
direct effect on the children. 
Literature Review 
Emergent Literacy 
Emergent literacy is complex. It involves a number of different skills, 
knowledge, and attitudes that all combine to form the ability to read, write, and 
understand what has been read and written (Whitehurst & Lonigan, 1998). The focus on 
emergent literacy can be seen in the school systems at the early grade levels. It is 
beginning to play a more important role in curriculum as schools move toward more 
advanced kindergartens. Preschools are slowly taking over the more traditional role of 
the kindergarten classroom, and more often it is expected that by school age children 
should be ready to begin reading. The term emergent literacy is best thought of as a 
continuum of learning experiences, starting out in early life, rather than the all-or-none 
phenomenon that begins when children start school (Whitehurst & Lonigan, 1998). The 
focus now is shifting to preschool classrooms and what can be done for children ages 
three and four to help promote their emergent literacy skills (Teale & Sulzby, 1989). 
Teale and Sulzby (1989) identified five functions that are essential to acquiring 
emergent literacy. The first is to recognize that in a literate society, learning to read and 
write begins very early in life. Traditional views of teaching reading only to children 
ages six and above need to be cast aside. The new focus should look to younger 
children, ages three and four, to begin the reading process. The second function is that 
literacy is an integral part of the learning process. Real life situations help promote 
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emergent literacy most, and it is these types of situations that are influencing young 
children. A third point is that reading and writing develop simultaneously. Both areas 
must be promoted to ensure a literate child. Fourth, children learn actively by 
constructing their own understanding of how their written language works. Children 
display this understanding by invented spellings and their "pretend" reading, which is 
discussed in more detail later. The final function states that parental demonstrations of 
literacy are very important for the development of emergent literacy skills. 
It is important to also understand the skills involved in emergent literacy. To help 
explain concept, Whitehurst and Lonigan (1998) have separated emergent literacy into 
two levels of processing. The outside-in process represents children's understanding of 
the context of the book or similar writing that they are trying to read. The inside-out 
process is the children's understanding of rules used in reading and writing. 
Outside-In Processing 
There are three levels to outside-in processing which are language, convention of 
print, and finally emergent reading (Whitehurst & Lonigan, 1998). First, at the very basic 
level, a child must have sufficient language skills in order to develop the process of 
reading. There are several aspects of language that are important at different levels in the 
process of emergent literacy. "Reading, even in its earliest stages, is a process that is 
motivated by the extraction of meaning" (Whitehurst & Lonigan, 1998, p. 850). This 
step includes a child being able to not only sound out each word by the syllable but to 
also combine all of them to produce a meaningful word. Language also requires a 
conceptual knowledge aspect that necessitates the child to have an understanding of the 
word as well. Without this understanding, the word has no meaning for the child. Oral 
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language in the child's life is a key factor. This connection between reading and 
language, specifically oral language, has shown to affect later reading proficiency 
(Bishop & Adams, 1990). However, the connection has been demonstrated to be of 
greater importance later in the sequence of learning to read than at the early stages when 
a child is first exposed to reading (Mason, 1992). Convention of print is the next step in 
the outside-in process. 
Convention of print is another basic unit of outside-in processing. It includes 
common English rules such as reading from left to right, from top to bottom, knowing 
differences between pictures and print, and understanding basic punctuation such as 
commas and question marks. It also involves knowing differences between pictures, the 
cover of the book, and the print on the pages. This knowledge helps with the process of 
learning to read (Whitehurst & Lonigan, 1998). 
The third level of outside-in processing is emergent reading. Emergent reading is 
simply when the young child is pretending to read what is on a page or in a book. This is 
demonstrated often with young children. They pick a colorful book, sit down, and go 
through it either making up a story based on the pictures or actually telling the correct 
story from memory if it is a favorite book of theirs. 'This reading-like play rapidly 
becomes picture stimulated, page matched, and story-complete" (Holdaway, 1979, p. 40). 
This type of activity should be encouraged because it is an initial clue that reading is 
considered important and fun for the child. 
Inside-Out Processing 
Inside-out processing is a more deeply involved procedure along the path of 
learning to read. Whitehurst and Lonigan (1998) discuss five main areas of focus. 
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These include the knowledge of the grapheme, syntactic awareness, phoneme to 
grapheme correspondence, phonemic awareness, and finally emergent writing. A child's 
understanding of each of these concepts is essential for reading and writing. Grapheme 
understanding is simply understanding and using the letters of the alphabet for a 
particular language. "Knowledge of the alphabet at entry into school is one of the 
strongest single predictors of short- and long-term literacy success" (Stevenson & 
Newman, 1986, p. 647). A child cannot learn to read without this basic understanding of 
letters and their corresponding names. 
Syntactic awareness, also known as structural awareness, focuses on grammatical 
concepts in reading. A knowledge of sentence structure increases the speed of reading 
because it allows the child to focus more on comprehension than on the splitting up or 
separation of sentences or phrases. 
The next area of the inside-out process is phoneme to grapheme correspondence. 
Phoneme to grapheme correspondence is point at which the child begins to understand 
the link between the phonemes and the alphabet. Phoneme to grapheme correspondence 
could take practice since the English language contains many sounds that are identical. 
There are also several words that use different letters for the same sound; for example, 
the "c" in cat and the "k" in kite are the same sound and use the same phonemes but 
correspond to different letters. 
The fourth area of inside-out processing, phonemic awareness, is a major focus in 
current research, and is often considered extremely important for the development of 
emergent literacy. It is not enough that a child simply knows the letters. He or she must 
also be able to recognize their corresponding sounds and groupings of sounds. Phonemic 
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awareness consists of the "conscious manipulation of phonemes in spoken language and 
involves awareness of syllables, phonemes, and phonetic units of speech" (Jenkins & 
Bowen, 1994, p. 28). A detailed description of phonemic awareness will be presented 
later. The last skill of emergent literacy discussed by Whitehurst and Lonigan (1998) in 
the inside-out processing is emergent writing, that time when the child invents spellings 
of words and pretends to write. It can be as basic as their writing letters and claiming that 
they have written their name or as complex as writing words using invented spelling and 
claiming they have written a story. Also embedded in emergent writing is word 
awareness, where the child associates the words with the meanings; for example, the 
word car and bug are both small words, each only three letters long, but their meanings 
are very different in size. Initially, the child may believe that car needs to be a big word 
because of the actual size of a car in comparison to that of bug, which is a much smaller 
object. The combination of information clearly shows that children gain knowledge 
about learning to read and write well before formal schooling. 
Phonemic Awareness 
There is strong evidence that practice in phonemic awareness increases reading 
achievement (Ball & Blachman, 1991; Jenkins & Bowen, 1994; Snider, 1995; Wagner & 
Torgeson, 1987). Phonemic awareness is generally necessary for the fundamental tasks 
of reading and spelling. Due to this importance, phonemic awareness is the area of 
literacy that will be assessed. The need is an understanding that spoken words and 
written words correspond to each other. Each child develops each of these skills at 
different levels, but there are activities that can increase the development of phonemic 
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awareness. Regardless of when they develop, phonemic awareness abilities have been 
shown to be a fimdamental tool for preparing children to read (Bradley & Bryant, 1985). 
Phonemic awareness has been shown to be one of the best predictors of future reading 
development among children (Chaney, 1998; Spector, 1995; Whitehurst & Lonigan, 
1998).Tasks that involve using phonemic awareness include tapping out each separate 
syllable as the child says the word and rhyming words with each other. These are classic 
examples of exercises used in classrooms to help promote phonemic awareness. Children 
must be able to recognize that a word can be broken down into segments of letters that 
combine to form that sound. For example, the word fig is a combination of three letter 
segments, I ft, I'll, and /g/. The child must also realize that by simply changing the middle 
segment to an lol that a whole new word, fog, has been created with an entirely different 
meaning. "Children who already have, or who are taught, phoneme segmentation skills 
(even simple rhyming skills) are at a significant advantage in learning to read over 
children who lack phonemic awareness" (Chaney, 1994, p. 373). 
Adams (1990) has identified phonemic awareness as having five levels of 
processing. First is the appreciation of sounds. Second, the ability to compare and 
contrast is processed by grouping words with similar or dissimilar sounds at the 
beginning, middle, or end of a word. Third, children must be able to blend and split 
syllables. Next, phonemic segmentation is processed. Phoneme segmentation is the 
ability to isolate sounds in words. Finally, they must then be able to manipulate 
phonemes to create new words. Phonemic awareness is usually mastered by becoming 
aware of larger units first, which means that a child will recognize whole words first and 
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then pay attention to the smaller parts, such as the phoneme. In an early study by 
Liberman, Shankweiler, Fischer, and Carter (1974), the researchers found that only half 
of preschool children tested could tap out syllables. By the end of kindergarten, 90 
percent of the children had the ability. Beginning kindergarten students are expected to 
have this skill when they enter the school year. However, the trend in recent years has 
been that kindergarten is the time for instruction in phonemic awareness skills. Schools 
today would have more preschoolers with these abilities. Wood and Terrell (1998) 
suggest that many young children can and should develop phonemic awareness before 
beginning reading or attending school. 
The Reading Environment 
The development of children's emergent literacy skills can be facilitated by 
optimal preschool and home environments. Researchers have found that within the 
preschool, separate reading centers are a useful tool to provide maximum development of 
literacy skills (Lesiak, 1997; Morrow, 1989). Lesiak (1997) suggested that a corner 
should be established where reading is promoted as an everyday activity, not as an 
instructional activity. Posters should be hung on the walls and a variety of books should 
be provided, including familiar books, newspapers, and magazines. The area should 
accommodate five to six children and have comfortable chairs and pillows for the 
children. It is important to introduce new books every other week to replace the others. 
Play-acting and puppets should also be encouraged as forms of emergent reading. 
In a study by Taylor, Blum, and Logsdon (1986), the hypothesis that high print 
classrooms create a more productive environment for the development of reading skills 
was supported. High print classrooms are places that have a significant amount and 
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variety of reading materials for the students to use. Taylor et al. (1986) compared the 
emergent literacy skills of students in high print classrooms to students that were not in 
high print classrooms. Four areas surfaced as having an impact on the differences 
between tow and high print classrooms: (a) type of language used in displays, (b) location 
of print in the room, (c) availability of print to children, and (d) time frame of ongoing 
written language play in the classroom. Results showed that the children in the high print 
environment scored significantly higher on a written language awareness test and a 
school readiness test. A high print home environment has also been shown to be 
important to the development of reading skills (Beals, DeTemple, & Dickinson, 1994; 
Crain-Thoreson & Dale, 1992). High print homes, which are homes with many different 
types and amounts of reading materials available, have been found to often produce more 
efficient readers. The preschool age home literacy environment also correlates with high 
school literacy levels (Snow, Barnes, Chandler, Goodman, & Hemphill, 1991). Leichter 
(1984) described families' effects on literacy: 
Families affect emergent literacy in three ways: by the 
amount of literacy material available in the house; by the 
number of interpersonal interactions with literacy activities 
(though these can be with other members of the household 
including siblings); and by the climate established in the 
home for literacy, including the aspirations of family members, (p. 42) 
The most prevalent example of an emergent literacy activity in the home environment is 
shared reading between the child and the parent. This shared reading has been shown to 
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enhance vocabulary development in preschool children (Senechal, Thomas, & Monker, 
1995; Whitehurst & Lonigan, 1998). 
The amount of print available in the home is also an important factor in a good 
reading environment. In contrast, "children having problems with reading at school are 
more often children from minority groups and lower SES families" (Snow, 1983, p. 168). 
It is these families that are typically considered as having low-print home environments. 
However, even though the home may have insufficient reading material, there may be 
additional activities that parents can do to help improve their children's chances of being 
competent readers. These are discussed in detail later. It is very difficult to actually 
pinpoint a moment in a child's young life when literacy begins to develop. For that 
reason it is crucial that parents become involved long before they send the child off to 
formal schooling, where it may be too late or too difficult for that child to catch up. 
Parental Involvement 
Parental involvement, as stated before, and shared book reading "do make a 
significant contribution to literacy development" (Dickinson & DeTemple, 1998, p. 243). 
Some notable findings have shown that parental involvement is more than just reading 
aloud to a child. "Children's reading performance is correlated with the amount of 
reading done by their parents, the quality of parents' reading material, and the value 
placed on reading by parents" (Hess, HoUoway, Price, & Dickson, 1982, p. 93). It also 
involves different types of interactions, a significant amount of time spent devoted to 
reading, a variety of books used, and placing value on reading within the home. Parents 
who tend to value reading more and do more reading themselves have children who 
become stronger readers. The same is not true at the other end of the scale. It is 
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important for the parents to be models for their children. Often times, children will 
mimic what the adult in the room is doing. The same can also be true for reading. "It 
may not be enough that parents read to their children. They need to be models, reading on 
their own for their own enjoyment and demonstrating that this is an important activity to 
them" (Nespeca, 1995, p. 175). 
There is a variety of ways to enhance reading and language skills when reading a 
book to a child. Simply reading the book then setting it down does not promote the 
language and reading skills that are developed when a child is read to and then asked 
questions about the story or asked to point out pictures to show the actions of the story. 
On the other hand, reading need not involve only sitting down and reading a book. 
Literacy touches practically every aspect of daily living. When dinnertime comes, 
recipes are needed and directions are read and followed. Another type of activity can 
involve parents preparing a shopping list and pointing to items as they write them down 
on the list. Then, at the store, the parents read off the written item as they put them into a 
cart, thereby demonstrating the earlier concept of matching written words with actual 
objects. These are great ways to show a child how reading is useful and necessary in 
everyday situations. These examples help model the importance of reading without 
getting a book off the shelf and reading it. Teale (1984) points out that "Children can still 
learn to read and become good readers, but being read to while young is still one 
experience that proves effective in literacy development" (p. 120). 
Socio-Economic Level 
"It has been reasonably well established that children from low-income families 
tend to achieve less well in reading and writing than their middle class counterparts" 
13 
(Chaney, 1994, p. 371). Middle-class families use stories with more 'complex language 
forms' and use conversations to build bonds between mother and child, thus utilizing and 
developing a stronger reading base (Snow, 1983). The value that a family places on 
reading also tends to differ between low and high print homes. "Working-class parents 
tend to limit the discussion to factual questions . . . . In contrast, middle-class parents are 
more likely to encourage open-ended discussions about why events occurred" 
(Dickinson, 1989, p. 126). It may be these differences, combined with their economic 
status, that continue to put these children at a disadvantage early on. Ninio (1980) found 
that mothers from lower-SES groups had fewer teaching behaviors toward their children. 
With these different parenting styles and approaches to reading, the impact has an effect 
on children and their later development of reading skills. Small differences in families, 
such as the questions asked following story time, can make a big difference in the long 
run. It is common that parents agree that reading is an important activity to do with their 
children; however, many do not actually take the time to do it. Nespeca (1995) points 
out that "Head Start parents need to be encouraged to do more writing and drawing with 
their children.... Also, more instruction on how to conduct oral discourse while reading 
books to children would be beneficial" (p. 176). 
Socioeconomic levels can also affect everyday life and create missed 
opportunities for children from low-income families to experience common events. It 
was found that as early as 48 months of age, children from low-income homes were 
already at a distinct disadvantage (Smith & Dixon, 1995). Smith and Dixon conducted 
research that was based on three areas of understanding the function of print: (a) 
recognizing environmental print (logos or other familiar signs in the world), (b) 
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describing the functions of literacy objects (newspaper, calendar, coupon, etc.), and (c) 
recognizing readable print (understanding that certain letter patterns must go together to 
form a word). 
Function of print was defined as "attempts to read words in print using their 
appearance" (Smith & Dixon, 1995, p. 244). Recognizing environmental print involved 
the child recognizing common signs such as McDonalds, Kmart, and speed limit signs. 
The low-income group had a lower mean score on this task. Another difference between 
the groups of low- and high-income children that appeared was the child's knowledge of 
print concepts. Identifying functions of literacy objects were tested by asking children to 
name common objects such as a newspaper, a telephone book, and a receipt. These 
objects were also used to assess the knowledge of print concept and common literacy 
tools. It was found that lower-income children did not recognize the words or signs as 
quickly as children from higher-income families. In the final task, the children were 
shown note cards with strings of letters, numbers, or scribbles written on them. They 
were asked to answer the question "Is this a word that big people read?" (Smith & Dixon, 
1995, p. 244). One reason for the differences that appeared could be the missed 
opportunities of the low-income children. "Several investigators of low-income 
preschoolers have reported that many families do not effectively engage their children in 
literacy activities needed to adequately advance their knowledge" (Smith & Dixon, 1995, 
p. 246). 
Another reason lower income families are put at risk for lower reading achievement 
is due to the lack of financial resources to expose their children to literacy materials. 
"Lower income families have less money to buy books, writing materials, or other 
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resources that would help with literacy development" (Nespeca, 1995, p. 154). It was 
reported by low-income parents that they did not read daily newspapers and that most 
books available in their homes were adult level materials such as the Bible (Smith & 
Dixon, 1995). Thus, lower recognition of environmental print at the preschool level may 
be due to the child's limited experiences, which could account for children's low scores 
and abilities. Low SES families are also less likely to devote an area where children could 
practice reading, writing, or drawing. "During the first 4 years of life, young children of 
poor parents are generally read to less often and have fewer meaningful interactions with 
printed materials than middle-class children do" (Smith & Dixon, 1995, p. 247). The 
nation recognizes this problem and is attempting to curb it by providing low-income 
families with Head Start programs to boost their children's abilities. 
Head Start Programs 
The Head Start program began in the mid-1960's as an innovative way to help 
young children from low income families. At first, the program was an eight-week 
summer program targeting children ages three, four, and five. By 1969, some of the 
programs had made the conversion to an all-year program; by 1972, almost all Head Start 
programs had changed over to an all-year program (Vinovskis, 1993). This program has 
maintained many of its original goals over the past three decades. Giving disadvantaged 
children a boost before entering traditional schooling has been a primary focus. Parental 
involvement in the Head Start program is also essential. "The philosophy of Head Start 
is that parents are a child's first and most important teachers and should be involved in a 
full range of program operations, from direct services through decision 
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making and evaluation" (Fuentes, Cantu, & Stechuk, 1996, p. 16). According to Head 
Start standards, parental involvement goes far beyond direct participation in the 
classroom. Roles include classroom volunteers, field trip assistants, policy and program 
roles, approving curriculum, staff hiring, and program evaluations. Head Start programs 
are already out there attempting to have the at-risk children catch up with their more 
advantaged peers. "Head Start programs can play a role in literacy activities and 
involving the parent, as parent empowerment is an important component of the Head 
Start program" (Nespeca, 1995, p. 156). 
Purpose 
Phonemic awareness is an important determining factor for future reading 
achievement. Children from low-income families are at a distinct disadvantage of not 
acquiring these emergent literacy skills, especially phonemic awareness. This study 
focuses on emergent literacy, specifically phonemic awareness, of at-risk preschool 
children. There is strong evidence that practice in phonemic awareness increases reading 
achievement (Ball & Blachman, 1991; Jenkins & Bowen, 1994; Snider, 1995; Wagner & 
Torgeson, 1987). While phonemic awareness is not necessary in speaking the language, 
it is important for the fundamental tasks of reading and spelling. Due to this importance, 
phonemic awareness is the area of literacy that will be assessed. The purpose of the 
study is to evaluate the effects of the parent-training program implemented with Head 
Start families. Specifically, the research question for this study is as follows: Can parent 
training impact the phonemic awareness skills of at-risk four-year-old children? 
Head Start families will be asked to volunteer to participate in the study to help 
parents improve their children's phonemic awareness abilities. A parent-training 
program on emergent literacy, and specifically phonemic awareness, is needed to provide 
parents and children with better opportunities. Children should be exposed to emergent 
literacy techniques. Providing additional enrichment activities in the home should be an 
additional boost for children. With that thought in mind, a phonemic awareness 
intervention-training program should be very beneficial to the families. By teaching the 
parents these appropriate techniques and skills, the children will receive training in both 
the home and school environment. 
Method 
Participants 
Head Start children attending the Bowling Green, Kentucky, centers during the 
1999-2000 school year were identified as potential subjects. Parents of four-year-old 
children were asked to participate. Thirteen families initially volunteered, and five 
families completed all of the training sessions. 
The intervention group consisted of five families; all training sessions were 
conducted with the mother and child only. Two families were Caucasian, two families 
were African American, and one family was of Indian descent. The mean age for the 
intervention group was four years and one month and consisted of two males and three 
females. 
Of the eight families who originally volunteered but did not participate, four 
families were not available for post-intervention assessments. The other four families 
agreed to post-intervention assessments and were considered a post-hoc control group. 
Two of these families participated in the first session but did not continue the program; 
therefore, they were considered part of the control group. Within the four post-hoc 
control group families, 3 were Caucasian, and the other family was African American. 





Parents were given detailed description of the project and permission form (Appendix A). 
Once the parents volunteered and indicated the potential meeting times convenient for 
each family, the families were originally split into groups and contacted through the Head 
Start teachers. Due to the low number of parents attending the initial meetings, all future 
training sessions were one-on-one with the investigator. The children were assessed 
using three phonemic awareness tasks as pre- and post-intervention measures: the Onset 
Recognition Fluency measure of the Dynamic Indicators of Basic Early Literacy Skills 
(DIBELS) (Kaminski & Good, 1998) and two sub-tests from the Phonemic Awareness 
Assessment Test recommended by Adams, Foorman, Lundberg, and Beeler (1998). 
These tasks were chosen because they address phonemic awareness in preschoolers. One 
instrument alone did not assess four-year-olds in all of these areas; therefore, portions of 
these instruments were deemed age and skill level appropriate. It should be noted that 
these are informal instruments without psychometric aspects that can be reported. The 
phonemic awareness post-intervention measures were the same instruments used as pre-
intervention measures and were re-administered after the completion of the six training 
sessions. 
At the beginning of each session, beginning with the second session, each parent 
filled out a feedback questionnaire based on the previous lesson (Appendix B). During 
each session, the investigator recorded time spent on answering questions, reviewing the 
previous session, presenting the instructional activity, and practicing the skills. An 
additional feedback form was given to the parents after the completion of all six sessions 
to evaluate parent perceptions of the training program (Appendix C). 
20 
Intervention/ Pilot Program 
The intervention consists of a six-week sequence of skills that teaches parents 
various techniques to use when reading to their children. The curriculum was adapted 
from Fitzpatrick's (1997) Phonemic Awareness workbook. The program's first session 
focused on emergent literacy lessons. The remaining five sessions consisted of teaching 
parents activities that direct children's attention to the sounds in words. 
Session 1 
In the first session, basic emergent literacy skills and emergent literacy techniques 
in daily living were discussed. 
Goal. The goal of Session 1 was to provide parents with emergent literacy 
techniques to use with their children on a daily basis to help improve their child's 
awareness of literacy. 
Rationale. Parents were shown how to read to their children interactively instead 
of passively. The emergent literacy tips were intended to provide a good base of 
knowledge to help the parents read to their children. Parents were also taught a variety of 
ways to interact with their child using literacy in daily life activities. Using emergent 
literacy in daily activities will allow the child to see parents modeling the importance of 
literacy in everyday life. As noted earlier, modeling by a parent is an important part of 
emergent literacy. The session was presented to the parent in a role-play and modeling 
format with one-on-one instruction while the child was present. 
Activity. Since this meeting was the first one, the first activity was an 
introduction of the investigator, parent, and child. Following the introduction, any 
general concerns or questions that the parent had were addressed. Once this 
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question/answer period was completed, the lesson began. First, a compilation of tips was 
provided for the parent and reviewed (Appendix D). Each of the parents were asked 
whether they had already initiated any of these activities with their children and were 
asked to describe examples to the investigator. The investigator went over each of the 
tips and related how each one is important and how it can be used with children. Once 
the demonstration was complete, the children were asked to select a book from the room; 
each parent and child then practiced the tips. The investigators were available to address 
any questions, concerns, or comments during the one-on-one reading activity. Once each 
parent and child finished practicing the technique and there were no further questions, the 
investigator moved on to the next activity for the session. Parents were then provided 
with a list of possible ways to include their children in literacy activities (Appendix E). 
The list was reviewed and the parent(s) were asked if they could think of any additional 
ways that literacy affects daily life. Parents were again asked if they were currently using 
any of these techniques with their child and if so, was asked to share. Blank picture 
calendars of all the months were then passed out and each child and parent were asked to 
fill in important dates for their individual families (Appendix F ). Each child was asked to 
identify his or her birthday month and day and to color in that special box to represent his 
or her birthday. Crayons and markers were distributed for the children to use and then 
collected at the end of the session. The investigators were with each parent and child to 
answer specific questions or concerns that the parent might have. Once the calendar 
activity was finished, the investigators presented the action plans (Appendix G) that listed 
the times when each parent and child could implement these activities at least three times 
during the week. Each parent was asked to pick at least three different techniques from 
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the list provided. Each parent was also asked to return the action plans next week to 
discuss the success of the plan. 
Session 2 
The following sessions are devoted to helping the child develop better phonemic 
awareness skills. The second session focused on rhyming words and looking at word 
patterns. 
Goal. The goal of session 2 was to teach the parents to help the child to develop 
auditory awareness of sounds within words (Fitzpatrick, 1997). 
Rationale. Exposure to rhyming words is essential to master this level of 
phonemic awareness. Rhyming, as discussed earlier, is an important skill to practice 
when establishing phonemic awareness. The session was presented to each parent in a 
role-play and modeling format with one-on-one instruction while each child was present. 
Activity. First, each parent filled out the Evaluation Form for the previous 
session. Next, any questions or concerns from each parent was addressed. The 
investigator introduced the lesson to each parent and child by saying words in the room 
that rhymed or using the child's name to make a rhyme. Then, each parent was given a 
list of rhyming pairs of words obtained from Fitzpatrick (1997, p. 74-76). The 
investigator explained to the parent that each child should be exposed to rhyming words 
to help him or her get accustomed to hearing the sounds in words. The investigator then 
picked a pair of rhyming words and a non-rhyming third word and presented them orally 
to the child. Then, she asked each child which word did not rhyme. Once the 
demonstration was complete, each parent practiced this concept with the child while the 
investigators provided one-on-one feedback and assistance. Once each parent felt that 
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the child clearly understood the concept of rhyming words presented orally, the 
investigator presented another activity with rhyming words. The investigator used 
rhyming picture cards (Fitzpatrick, 1997, p. 77-88) to identify which pictures represent 
rhyming words. All parents were given copies of rhyming word cards to use with their 
child. Each child and parent went over all of the pictures and picked out the rhyming 
matches. The investigator suggested that for one of the weekly activities, the cards could 
be cut into squares and a memory rhyme game could be played with their child. The 
investigators asked if there were any questions about the activities. The investigators 
then presented the book The Foot Book by Dr. Seuss (1996) and the homework 
assignment for the week. Each parent was asked to have the child point out rhyming 
words within the story. The action plan was filled out by each parent and included the 
reading of The Foot Book and the memory rhyme game. 
Session 3 
This session was an additional step in the rhyming process for the development of 
phonemic awareness skills and involves counting syllables in words. 
Goal. The goal of this exercise was to teach the parent to help the child develop 
stronger auditory discrimination. 
Rationale. Syllables are acoustic and by identifying them the child learns to 
distinguish different sounds. This step is the next one in the importance of understanding 
rhyming patterns. By having the child separate words into syllables, he/she is building an 
important foundation for the next lessoa The session was presented to the parent in a 
role-play and modeling format with one-on-one instruction while the child was present. 
Activity. First, each parent filled out the Evaluation Form for the previous 
session. Next, any questions or concerns from each parent were addressed. The lesson 
began with the investigators each tapping out the syllables of their first name. Then, each 
of the parents were asked to tap out their names into syllables. The pair then practiced 
clapping out the syllables in their names, using their first, middle, and last names. The 
investigators then gave instructions on two different activities where each parent can 
practice this technique with their child. In the first activity, each parent and child will 
choose a book and work on tapping out words in the story. Each parent will randomly 
choose a few words throughout the story and have the child tap out the syllables for the 
selected words. To make this exercise more fun, each parent can have the child use a 
table to make a drumming noise for each syllable. In the second activity, each parent and 
child can find objects in the home and tap out the syllables in the objects' names. 
The investigators then presented the activity for the day, the Bag of Objects. The 
investigator had a paper bag with various common objects. For example, the bag 
contained a pencil, a pen, a seashell, a paper clip, an eraser, a crayon, a rubber band, a toy 
flower, a pair of sunglasses, a toy tiger, and a bookmark. Each child was instructed to 
reach in the bag and grab an object. Once each child identified the object, the 
investigator and the child clapped out the syllables together. After the first few objects 
were selected, each parent joined in and the investigator stopped helping. At this point, 
the investigator asked each child how many syllables, or claps, the child heard. Once 
each team completed its activity with the objects in the bag, the investigator presented 
picture cards with multi-syllable words (Fitzpatrick, 1997, p. 89-90). These pictures 
represented more syllables than the objects in the bag, thus increasing the difficulty of the 
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exercise. Once each child and parent went through the pictures, the investigator 
presented the book Mother Goose: A Collection of Classic Nursery Rhymes (Hague, 
1984) to each parent and child. Then, to end the session, each parent filled out the action 
plan and included the reading of nursery rhymes to the child, tapping or clapping out 
syllables of objects in the home and words in the stories, and working with the picture 
cards. The investigator also reminded each parent to have the child count the syllables 
each time. 
Session 4 
This session took the previous session a step further by focusing on breaking 
down words into specific sounds or phonemes. The main focus of this session is looking 
at the parts of a word. 
Goal. The goal of this lesson was to teach the parent to help the child understand 
that speech can be broken down into small parts. By breaking down the word, the child 
used oral synthesis, which focused on hearing sounds in a sequence and separating them. 
Rationale. The child, once able to hear the rhyming patterns and break words 
into syllables, was ready for the harder task of hearing the individual sounds or phonemes 
in words. Sometimes a child may think a word is one long sound, especially when 
alphabet knowledge is limited. This lesson was broken into two sessions due to the 
difficulty of the task. The session was presented to the parent in a role-play and 
modeling format with one-on-one instruction while the child was present. 
Activity. First, each parent filled out the Evaluation Form for the previous 
session. Next, any questions or concerns from each parent were addressed. An overview 
of the lesson was presented as a continuation from last week in separating syllables. 
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Each child was asked to close his or her eyes and listen carefully to the sounds that could 
be heard in the room. Then the child was asked to tell the investigator and the parent 
what he or she heard. This practice helped prepare the child for the listening task ahead. 
Then the investigator picked a small word, "at," and broke down the sounds into /a/-/t/. 
If the child did not seem to be able to hear the sounds, the investigator repeated the word 
until the child recognized the two sounds in the word. Next, the investigator presented 
the child with two-phoneme word picture cards (Fitzpatrick, 1997, p. 91-92). Each child 
and the investigator went through each picture and broke the words into their individual 
sounds. Next, the investigator gave each parent more picture cards that represented 
three-phoneme words (Fitzpatrick, 1997, p. 93-94). Each parent and child practiced these 
words. The investigator introduced the song "The Wheels on the Bus" to accompany this 
activity to help the child hear the sounds more clearly. The song was sung using the 
words "the sounds in cat are lc/-/a/-/t/, /c/-/a/-/t/, /c/-/a/-/t./, the sounds in cat are /c/-/a/-/t/ 
all day long." Following this exercise, each parent filled out an action plan for the next 
week using this technique three times with the different picture cards. They were 
encouraged to do so while reading any book to their child by simply picking out a 
random word and having the child break it into syllables and then into sounds. The 
investigator then presented the songbook The Singing Bee (Hart, 1982) to use with the 
child. 
Session 5 
This session continued to emphasize phonemes but used words with more 
phonemes per word. 
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Goal. The goal of this session was to teach the parent how further explore the 
sounds in words with their child by providing a deeper understanding of how words are 
broken down. 
Rationale. This skill provides support for the least prepared children who have 
little or no concept of words or sounds (Fitzpatrick, 1997). The session was presented to 
the parent in a role- play and modeling format with one-on-one instruction while the child 
was present. 
Activity. First, each parent filled out the Evaluation Form for the previous 
session. Next, any questions or concerns from the parents were addressed. The lesson 
was introduced as a continuation of the previous lesson using longer words with more 
sounds. The investigator reviewed with each child the listening activity of sounds in the 
room and explained that the activity for the lesson was going to use many more sounds 
than before. The investigator presented each child with four-phoneme picture cards 
(Fitzpatrick, 1997, p. 95-97) and reviewed the separation of sounds in the words. Next, 
each parent practiced with their child using five phoneme picture cards (Fitzpatrick, 
1997, p. 98 - 100). Once the pictures were completed, each parent filled out the action 
plan and included using the picture cards, objects around the house, and words in books 
to separate out sounds with the child. 
Session 6 
This session introduces a new topic, beginning sounds of words. 
Goal. The goal of this lesson was to teach the parent how to introduce the skill of 
isolating sounds and hearing them separately by identifying for the child where a given 
sound is heard. 
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Rationale. The previous two lessons prepared the child for this concept by 
providing an understanding of individual sounds within words. This lesson helped each 
parent teach the child how to pay attention to the position of a sound in a word. The 
session was presented to the parent in a role-play and modeling format with one-on-one 
instruction while the child was present. 
Activity. First, the parent filled out the Evaluation Form for the previous session. 
Next, any questions or concerns from each parent were addressed. The investigator 
introduced the lesson. It was presented as a game where each child could make different 
words beginning with the same sound or letter. The investigator picks the sound that 
each child's name begins with and thinks of three words that use the same sound at the 
beginning of the word. Each child and parent was given a set of cut out letters, 
containing two of each one. Each child picks a word and the word is spelled out. Then 
each parent was instructed to make another word beginning with the same sound. For 
example, one child chose "book" and the parent then picked the word "blue." Once 
several words were completed with this activity, the investigator then began pointing to 
common objects in the room and asked the child, "What sound did you hear at the 
beginning? " Objects included table, chair, light, garbage can, book, paper, and door. It 
was explained to each parent that this lesson could also be done around the house with 
any words while reading or talking. Each parent should say, "Bring me the toys that all 
start with the sound /hi" or set out three household items and say, "What do these objects 
start with? " An action plan was filled out using these techniques with beginning 
sounds. Since this meeting was the last one in which lessons were taught, there was no 
session evaluation form for this lesson. However, each parent was asked to participate in 
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a discussion about his/her feelings and reactions to the study. Post-test meeting times 
were discussed. All parents requested that the posttest be done at the end of that session 
and their reuest was accommodated. Each parent filled out the Overall Project 
Evaluation Form. Finally, each parent and child was thanked for being a part of the 
study. 
Results 
The data collected at the pre-and post-assessments were used to track any 
progress made by the students as a result of the training sessions. Due to the low 
numbers of parents participating in this project, only descriptive analyses of the data were 
used. The four families that self-selected out but were available for post-intervention 
assessment formed a control group, thereby providing the means for a comparison 
between the families receiving the phonemic awareness intervention training and those 
who did not. Individual scores for each assessment are presented for both the control and 
intervention groups. The means for the pre-and post-phonemic awareness tests were also 
compared for both the intervention and control group. In addition, the parents were given 
evaluation forms following each individual session. The mean scores for each item per 
session are presented. Also, at the completion of the program, the parents were given an 
overall evaluation form of their opinions and reactions to the program. This information 
was also analyzed to help make revisions for future programs. 
Phonemic Awareness 
A total of 5 femilies completed all six sessions and the pre- and post-tests. All 
five children either performed the same or improved in each of the three phonemic 
awareness tasks that were given. A total of four children who were originally signed up 
for the program but did not attend all sessions (2 femilies completed the first session) 
were able to be posttested. These four children became the control group. The results for 




Pre- and Post-Test Individual Raw Scores on Phonemic Awareness Tasks 
Onset Fluency" Detecting Rhvmeb Counting Svllablesb 
Child Identification Pre Post Pre Post Pre Post 
Intervention 
11 11 13 3 4 4 4 
12 07 11 0 5 0 5 
13 09 13 3 5 3 3 
14 11 14 0 5 2 4 
15 07 11 0 3 0 3 
Control 
CI 07 07 2 2 2 0 
C2 10 10 5 5 3 1 
C3 04 08 2 2 2 1 
C4 06 08 1 2 3 2 
a
 - DIBELS.b - Adams et al (1998). 
children improved on certain tasks, but not on others. 
The means for both the intervention and control group were calculated and 
compared. For the Onset Fluency tasks, the total score possible was 16. On the 
Detecting Rhyme sub-test, the total possible score was 5, and on the Counting Syllables 
sub-test, the total possible score was 5. The mean scores for the intervention and control 
groups are presented in Table 2. 
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Table 2 
Pre- and Post-Test Phonemic Awareness Mean Raw Scores for the Intervention and 
Control Groups 
Intervention Grouo (n=5) Control Gtoud (n=4) 
Pre Post Pre Post 
Test 
Onset Fluency (16) 9.0 12.4 6.8 8.3 
Detecting Rhyme (5) 1.2 4.4 2.5 2.8 
Counting Syllables (5) 1.1 3.8 2.5 1.0 
Note. Numbers in parentheses are maximum score possible. 
Parent Session Evaluation 
The parents filled out session evaluation forms rating the previous session on 
various items. Each individual question was rated on a scale from one to five, where a 
rating of 1 was Strongly Disagree and 5 was Strongly Agree. Overall, the majority of the 
items rated at a 4.0 or above. The only item that fell below that rating was in Session 1, 
where the question addressed the newness of the activity. These results are presented in 
Table 3. Within the session evaluation forms, parents were additionally asked how often 
they practiced the week's lesson with their child. Consistently, the majority of the 
answers were two to three times a week. 
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Table 3 
Parents' Mean Ratings of Individual Sessions 
M S=2 M S=4 Sz5 
Items 
I understood the lesson's directions. 4.5 4.6 4.4 4.6 4.2 
The lesson was useful for my child. 4.7 4.4 4.8 4.8 4.6 
I saw the lesson's practical purpose. 4.5 4.4 4.6 4.6 4.4 
The activity was new for me. 3.7 4.0 4.2 4.6 4.4 
It was helpful for me to practice the 
lesson with the leader. 4.3 4.4 4.6 4.8 4.6 
Note. Session 1 = Emergent Literacy; Session 2 = Rhyming; Session 3 = Syllable 
Counting; Session 4 = Phoneme Segmentation # 1; Session 5 = Phoneme Segmentation # 
2. Ratings were based on the following scale: 1 = Strongly Disagree, 2 = Disagree, 3 = 
Not Sure, 4 = Agree, 5 = Strongly Agree. 
Parent Overall Evaluation 
Each parent filled out an Overall Program evaluation form at the end of Session 6. 
Individual items were rated on the same 5-point scale as the Session Evaluation items. 
All items rated at a 4.0 or above on the Overall Program Evaluations. The results from 
this analysis are presented in Table 4. 
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Table 4 
Parents' Mean Ratings of the Overall Training Program 
Overall Mean Rating 
Items 
The leaders were helpful, polite, and listened to me. 4.8 
I was glad that I was in this program. 4.6 
This program gave good information. 4.6 
I liked the books from this program. 4.8 
I liked the handouts from this program. 4.6 
I learned new ways to read and work with my child. 4.6 
I plan to use what I learned in the future. 4.2 
This program will help my child with reading. 4.6 
I felt I could ask questions during the lessons. 4.8 
I need to work with my child more as a result of this program. 4.0 
Note. Ratings were based on the following scale: 1 = Strongly Disagree, 2 = Disagree, 3 
= Not Sure, 4 = Agree, 5 = Strongly Agree. 
Discussion 
The results of this study indicated that the children whose parents received the 
phonemic awareness training sessions did better on phonemic awareness tasks than those 
children from families who had not received the training. This outcome was expected 
because the research suggests that exposure to these tasks will provide a better 
understanding of phonemic awareness and the skills within. Overall, the intervention 
group performed better on all three tasks involving phonemic awareness skills. The 
higher gains suggest that while incidental learning may have occurred during the time of 
the training sessions, the intervention group greatly outperformed the control group. The 
intervention group was also able to come close to obtaining the highest maximum score 
on the Detecting Rhyme sub-test. 
When looking at the specific tests, interesting results were found. On the Onset 
Fluency task, while both groups did improve, the intervention group made a larger gain at 
3.4 points in comparison to only 1.5 points for control. The Detecting Rhyme sub-tests 
give even more credit to the program due to the improvements shown by the intervention 
group. Both groups again made gains in this area, but the intervention group more than 
tripled their overall mean and the control group gained only a quarter of a point. Further, 
when analyzing the Counting Syllables sub-test, the control group lost ground, going 




In analyzing the session evaluation forms, the program seemed to be successful in 
the eyes of the parents as well. The only item that fell below a 4.0 mean was a rating of 
the "newness" of session 1 's activity. This session was designed to be a simple subject 
matter that most families would be familiar with and thus would provide the leaders and 
the families a chance to familiarize themselves with each other. Across all sessions, the 
parents rated the usefulness of the lesson at a mean of 4.6. This rating justifies one of the 
main goals of this project: families learning useful techniques to take home and work 
further with their children. There is further evidence that the study contained treatment 
integrity, with the parents consistently reporting that they practiced the lessons two to 
three times a week with their child. 
To further evaluate the program, the Overall Program evaluation forms were 
analyzed. Out of ten questions, not one fell below a mean of 4.0. An important area that 
received a mean rating of 4.6 was the parent's belief that the program will help their child 
with reading. In addition, parents were glad to have been in the program, felt it provided 
good information, and provided them with new ways to work with their children. One of 
the most successful items (mean of 4.8) involved the books that were provided to the 
families during the program. Providing them with these books reinforced the usefulness 
of and the ability to practice the lessons in the home, outside of the sessions. 
The research suggests that Head Start parents are willing to work with their 
children if the instructions are clear and the tools are available. In only six sessions, 
improvement was seen from all children who received the intervention training. Parent 
involvement is a clear Head Start mandate, as well as a focus on phonemic awareness. 
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Therefore, staff training in these areas presented in the six training sessions should 
become part of the Head Start curriculum. 
This research may impact the roles of school psychologists, speech language 
pathologists, and Head Start staff within the preschool setting. By having this 
information that parent involvement after only six sessions increased phonemic 
awareness skills, the staff and support personnel could be trained in these areas to provide 
wrap around lessons to further improve the children's skills. The direct one-on-one 
method of parent training was shown to be effective, and by using this method, the staff 
and support personnel could also implement these skills. By involving all available 
resources, the parents could be provided with direct one-on-one instruction in many 
different areas. 
Limitations of the Study 
The main limitation of this study is the small group of families that volunteered to 
participate. Working within the demographics of Head Start families, it is very hard to 
get families to commit to a six-week program such as this. Every attempt was made to 
accommodate schedules, but in the end only five families were able to complete all six 
sessions. Within the five families, it was, at times, difficult to get them to the sessions. 
The author, on a few occasions, would meet the family at a time that was not scheduled 
just to ensure that the week's lesson was taught. When it came time to posttest the self-
selected control group, only four out of eight children were available. A further 
limitation of the current study is that only one city in Kentucky was utilized for this 
project. While it did attempt to involve Head Start children from three different facilities 
within the city, only two facilities ended up having children complete the six sessions. 
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Future Research 
Research conducted in the future needs to continue to work with the preschool 
population. Much of the research today focuses on Kindergarten age children. This 
study does show that preschoolers are capable of understanding and using these types of 
skills. Another important aspect for the future is to attempt to obtain a larger sample size 
of families. By having a larger sample size, the differences seen here between the groups 
could then be evaluated for statistical significance. With a larger sample size, the results 
could then be generalized to a wider population of children. 
Future research needs to also examine the long-term effects, if any, that the 
children and parents may experience as a result of being involved in similar training. 
Perhaps a longitudinal study would provide useful information as to the lasting effects the 
training has on parents, as well as the children. A study involving children at this age and 
their parents could be implemented; the children could then be tracked through 
Kindergarten, first, and second grades to assess continued parent involvement and 
reading skills development. Results of this area of research could aid preschool and Head 
Start teachers in knowing what specific pre-reading skills that four-year-olds could 
benefit from. In addition, more age-appropriate phonemic awareness assessments should 
be developed to address the skills of four- and perhaps even three-year-olds. It has 
clearly been demonstrated that this age group can acquire and do have early phonemic 
awareness and emergent literacy skills that could be assessed. 
Another important factor to examine involves other skills that could be taught 
relating to phonemic awareness. These could include ending sounds, middle sounds, 
word families, and object to word recognition. These are other areas of phonemic 
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awareness that have not yet been looked at in four-year-old children, but would be 
beneficial them. 
If this study were to be replicated, a few changes should be made to improve the 
training sessions. One area that may prove to be more effective is home visits. Home 
visits would more likely increase the number of families willing to participate. This 
approach would eliminate transportation problems, parents forgetting to come, and time, 
work, and scheduling constraints. Related to this concept could be a more collaborative 
environment between the Head Start facility and the training sessions. The Head Start 
facility could adopt these activities as part of daily lessons. The parents could then be 
provided with the tools to implement the techniques in the home with the training 
intervention implementer. Such collaboration would also provide a more consistent 
learning environment for the child, with possibly longer lasting results. 
A second area that could be improved is the training sessions. Based on parent 
feedback, Session 1, involving emergent literacy, was not considered a new activity. 
Perhaps this lesson should be used as an introduction and move directly into the rhyming 
activity from Session 2 as part of the first session. Also, different activities could be used 
for the sound blending exercise. Different colored blocks could represent each sound, 
and the child would push the block as each sound is made. The possibilities are endless 
for creative ideas that could be used to implement these sessions. 
References 
Adams, M. J. (1990). Beginning to read: Thinking and learning about print. 
Cambridge, MA: MIT Press. 
Adams, M. J., Foorman, B., Lunberg, I., & Beeler, T. (1998). Phonemic 
awareness in young children. Baltimore, MD: Brookes Publishing Company. 
Ball, E., & Blachman, B. (1991). Does phonemic awareness training in 
kindergarten make a difference in early word recognition and developmental spelling? 
Research Quarterly, 26, 51-65. 
Beals, D., DeTemple, J., & Dickinson, D. (1994). Talking and listening that 
support early literacy development of children from low-income families. In D. K. 
Dickson (Ed.), Bridges to literacy: Children, families, and schools (pp. 19-40). 
Cambridge, MA: Blackwell. 
Bishop, D., & Adams, C. (1990). A prospective study of the relationship 
between specific language impairment, phonological disorders, and reading retardation. 
Journal of Child Psychology and Psychiatry, 31, 1027-1050. 
Bradley, L., & Bryant, P. (1985). Rhyme and reason in spelling. Ann Arbor, MI: 
University of Michigan Press. 
Chaney, C. (1994). Language development, metalinguistic awareness, and 
emergent literacy skills of 3-year-old children in relation to social class. Applied 
Psycho linguistics, 15. 371-394. 
40 
41 
Chaney, C. (1998). Preschool language and metalinguistic skills are linked to 
reading success. Applied Psycho linguistics, 19, 433-446. 
Crain-Thorenson, C., & Dale, P. (1992). Do early talkers become early readers? 
Linguistic precocity, preschool language, and emergent literacy. Developmental 
Psychology. 28(3). 421-429. 
Dickinson, D. (1989). Effects of a shared reading program on one Head Start 
language and literacy environment. In J. Allen & J. Mason (Eds.), Risk makers, risk 
takers, risk breakers: Reducing the risks for young literacy learners (pp. 125-153). 
Portsmouth, NH: Heinemann. 
Dickinson, D., & DeTemple, J. (1998). Putting parents in the picture: Maternal 
reports of preschoolers' literacy as a predictor of early reading. Early Childhood 
Research Quarterly. 13(2). 241-261. 
Fitzpatrick, J. (1997). Phonemic awareness: Playing with sounds to strengthen 
beginning reading skills. Cypress, CA: Creative Teaching Press, Inc. 
Fuentes, F., Cantu, V., & Stechuk, R (1996). Migrant Head-Start: What does it 
mean to involve parents in program services? Children Today. 24(1), 16-19. 
Hart, J. (1982). Singing Bee! A collection of favorite children's songs. New 
York, NY: Lothrop, Lee, and Shephard Books. 
Hague, M. (1984). Mother Goose: A collection of classic nursery rhymes. New 
York, NY: Henry Holt and Company. 
Hess, R., Holloway, S., Price, G., & Dickson, W. (1982). Family environment 
and the acquisition of reading skills: Toward a precise analysis. In L. Laosa & I. Sigel 
(Eds.), Families as learning environments for children (pp. 87-113). New York: Plenum. 
42 
Holdaway, D. (1979). The foundations of literacy. Sydney, Australia: Ashton 
Scholastic. 
Jenkins, R., & Bo wen, L. (1994). Facilitating development of preliterate 
children's phonological abilities. Topics in Language Disorders, 14(2), 26-39. 
Kaminski, R. A., & Good, R. H. (1998). Assessing early literacy skills in a 
problem-solving model: Dynamic indicators of basic early literacy skills. In M. R. Shinn 
(Ed.), Advanced applications of CBM (pp. 113-142). New York, NY: The Guilford 
Press. 
Leichter, H. (1984). Families and their affects on early literacy. InH. Goelman 
(Ed.), Awakening to literacy (pp. 38-50). Portsmouth, NH: Heinemann. 
Lesiak, J. (1997). Research based answers to questions about emergent literacy 
in kindergarten. Psychology in the Schools, 34(2), 143-158. 
Liberman, I. Y., Shankweiler, D., Fisher, F. W., & Carter, B. (1974). Explicit 
syllable and phonemic segmentation in the young child. Journal of Experimental Child 
Psychology, 18. 201-212. 
Mason, J. (1992). Reading stories to preliterate children: A proposed connection 
to reading. In P. Grough, L. Ehri, & R. Treiman (Eds.), Reading acquisition (pp. 215-
243). Hillsdale, NJ: Erlbaum. 
Morrow, L. (1989). Designing classrooms to promote literacy development. In 
S. Strickland & L. Morrow (Eds.), Emerging literacy: Young children learn to read and 
write (pp. 121-134). Newark, DE: International Reading Association. 
Nespeca, S. (1995). Parental involvement in emergent literacy skills of urban 
Head Start children. Early Development and Care, 111. 153-180. 
43 
Ninio, A. (1980). Picture book reading in mother-infant dyads belonging to two 
subgroups in Israel. Child Development. 51. 587-590. 
Senechal, M., Thomas, E. H., & Monker, J. A. (1995). Individual differences in 
4-year-old children's acquisition of vocabulary during storybook reading. Journal of 
Educational Psychology. 87. 218-229. 
Seuss, Dr. (1996). The foot book: Dr. Seuss's wacky book of opposites. New 
York: Random House. 
Smith, S., & Dixon, R. (1995). Literacy concepts of low-and middle-class four-
year-olds entering preschool. The Journal of Educational Research. 88(4). 243-253. 
Snider, V. (1995). A primer on phonemic awareness: What it is, why it's 
important, and how to teach it. School Psychology Review. 24(3). 443-455. 
Snow, C. (1983). Literacy and language: Relationships during the preschool 
years. Harvard Educational Review. 53(2). 165-187. 
Snow, C., Barnes, W., Chandler, J., Goodman, I., & Hemphill, L. (1991). 
Unfulfilled expectations: Home and school influences on literacy. Cambridge, MA: 
Harvard University Press. 
Spector, J. (9195). Phonemic awareness training: Application of principles of 
direct instruction. Reading & Writing Quarterly, 11. 37-51. 
Stevenson, H., Newman, R. (1986). Long-term prediction of achievement and 
attitudes in mathematics and reading. Child Development. 57. 646-659. 
Sulzby, E„ & Teale, W. (1991). Emergent literacy. In R. Barr, M. Kamil, P. 
Mosenthal, & P. Pearson (Eds.), Handbook of reading research: Volume II (pp. 727-
757). New York: Longman. 
44 
Taylor, N., Blum, I., & Logsdon, D. (1986). The development of written 
language awareness: Environmental aspects and program characteristics. Reading 
Research Quarterly. 21. 132-149. 
Teale, W. (1984). Reading to young children: Its significance for literacy 
development. In H. Goelman, A. Oberg, & F. Smith (Eds.), Awakening to literacy (pp. 
110-121). Portsmouth, NH: Heinemann. 
Teale, W., & Sulzby, E. (1989). Emergent literacy: New perspectives. In R. 
Robinson, M. McKenna, & J. Weldman (Eds.), Issues and trends in literacy education 
(pp. 129-143). Needham Heights, MA: Simon and Schuster. 
Vinovskis, M. (1993). Early childhood education: Then and now. Daedalus, 
122(1). 151-177. 
Wagner, R., & Torgeson, J. (1987). The nature of phonological processing and 
its causal role in the acquisition of reading skills. Psychological Bulletin. 101(2), 192-
212. 
Whitehurst, G., & Lonigan, C. (1998)., Child development and emergent 
literacy. Child Development. 69(3), 884-872. 
Wood, C., & Terrell, C. (1998). Pre-school phonological awareness and 
subsequent literacy development. Educational Psychology. 18(3). 253-274. 
Appendix A 
Parent Permission Slip 
46 
270-745-2695 




Western Kentucky University 
1 Big Red Way 
Bowling Green, KY 42101-3576 
Dear Parent/Guardian, 
You and your child are being asked to take part in a study about children's early 
reading skills. This early reading program is being given by Kelli Bradbury and Dr. Carl 
Myers of Western Kentucky University. The goal of our program is to get a better idea of 
what activities happen in the home related to reading and to improve children's reading 
abilities. By improving your child's reading abilities, he or she will be better prepared for 
the upcoming school year. 
Before and alter the program, your child will be given a task during school hours 
to see what they know about letters and sounds. After the child completes the task, six 
learning sessions will be provided to you for one hour each session. During the learning 
sessions, you will be given tips, instructions, and free materials on how to give your child a 
head start on reading. This will further your child in the school readiness process. 
We want you to know that you and your child's taking part in this is entirely 
voluntary. If you or your child decide not to take part, it will not affect you or your child 
in any way. You or your child may choose to withdraw from the study at any time. All 
information gathered in the study will be kept strictly confidential and is available only to 
the project staff. Your information will be coded by numbers and your names will not be 
used. 
The procedures in this study have been reviewed and approved by the Western 
Kentucky University Committee for the Protection of Human Research Participants. If 
you have any questions about this study, you may call Dr. Carl Myers at 745-4410. We 
urge you to call us if you have any questions or concerns. 
We hope that you and your child will take part in our early reading project. We 
want to make this a pleasant experience for your family. Please fill in your and your 
child's name and your child's date of birth on the attached form. If you decide to be in 
the study, please check the 'Ves" box, sign your name, fill in the date, and write down the 
best day of the week and time that you would be able to meet with us. Return this letter 
to your child's Head Start teacher. When your child returns the letter to the teacher, 
whether you are taking part or not, your child will be given a small reward. 
Thank you for your time and help. We hope to work with you and your child. 
Carl Myers, Ph.D. 
Assistant Professor of Psychology 
k 
PAYS 
Equal Education and Employment Opportunities 
Uatnm. I m n - . ^ /*V.t... T7T\ 71C O Ott T U r , C~*«M* A — 
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WESTERN KENTUCKY UNIVERSITY 
PARTICIPATION CONSENT FORM 
Child's name: 
Date of Birth: 
Your name: 
Please circle the Head Start location where your child attends: 
Jones Jagger Bryant Way Graham 
No, I do not wish to participate in this program. 
Yes, I have read the information provided about the program and agree for myself 
and my child to take part in the program conducted by Kelli Bradbury and Dr. Carl Myers 
of Western Kentucky University. I understand that I may withdraw from the program at 
any time without penalty. 
Parent/Guardian Signature Date 
If you checked YES, please pick from the following list the best day of the week and 
time(s) that would be best for you to meet with us for the reading sessions. Also let us 
know which facility would work best for you to meet at if you have a preference. Thank 
you. You may check all that apply: 
Monday 12:00 - 1:00 Thursday 2:00 - 3:00 
Monday 5:30-6:30 Thursday 3:30 - 4:30 
Tuesday 2:00 - 3:00 Friday 12:00 - 1:00 
Tuesday 3:30-4:30 Friday 1:30 - 2:30 
Wednesday 2:00-3:00 Friday 3:00 - 4:00 
I can meet at the following Head Start locations: Please circle all that apply. 
Jones Jagger Bryant Way Graham 
If you take part in our program, will you need additional child care during the training 
sessions? Yes No 
If yes, please indicate the age(s) of the child/children: 
Please return this letter to your child's teacher. 
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PARENT EVALUATION FORM 
SESSION 
We would like to know how you feel about your participation in the recent session. Please answer the 
questions by circling the number that best tells us what you think. You can write additional comments on the 
back. The scores that you give will not affect you or your child in any way, so please tell us your honest 
opinion. This will help us improve our program in the future. Thank you! 
Strongly Disagree Not Sure Agree Strongly 
Disagree Agree 
1. I understood the 1 
lesson's directions. 
2. The lesson was 1 2 
useful for my child. 
3.1 saw the lesson's 1 2 
practical purpose. 
4. The activity was 1 2 
new for me. 
3 4 5 
3 4 5 
3 4 5 
5. It was helpful for 1 2 3 4 5 
me to practice the 
lesson with the leader. 
6. How often did you and your child practice last week's lesson? 
None - if none, please answer question 7. 
Once 
2-3 times 
More than 3 times 
7. If you did not practice, was it because: (check all that may apply) 
time I had planned did not work 
unexpected event(s) happened 
sickness 
my child was not interested 
forgot 
harder than I thought 
other (Please explain): 
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OVERALL EVALUATION FORM 
PARENTS' VIEWS 
We would like to know how you and your child felt about participating in these training sessions. Please 
answer the following questions by circling the number that tells us what you think. You may write additional 
comments on the back. The scores will be used to help us make our program better in the future so please give 
us your honest opinion. Thank you so much for participating in our program! 
Strongly 
Disagree 
Disagree Not Sure Agree Strongly 
Agree 
1. The leaders were 
helpful, polite, and 
listened to me. 
2. I was glad that 
1 was in this program. 
3. This program 
gave good information. 
4.1 liked the books 
from this program. 
5. I liked the hand-
outs from this program. 
6. I learned new ways 
to read and work with 
my child. 
7. I plan to use what 1 
I learned from this 
program in the future. 
8. This program will 1 
help my child with reading. 
9. I felt I could 1 
ask questions during 
the lessons. 
10. I need to work 1 2 3 4 5 
with my child more 
as a result of this program. 
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Emergent Literacy Tips for Parents 
ft Be models for your children - let them see you reading 
ft When you read a story to your child - ask them questions about what is 
happening on the pages 
ft Have them use pictures from the story to make up their own story 
ft Have a place for the child to read and make it a special place for them 
ft Have different reading materials in the home - magazine, story books, 
Bible 
ft Pick a certain time each night to read to your child 
ft Make the story come alive - use voices and sounds 
ft Let your child practice writing letters - even if it is just "scribble" for now 
ft Have conversations with your child not using "baby talk" 
ft Use the public library for a variety of books 
ft If older children - have them read with the younger child 
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Daily Emergent Literacy Tips 
000000000000000000000000 
* Shopping/Grocery lists 
* Paying bills 
* Cooking/Following recipe 
* Following directions/instructions 
* Reading street signs 
* Reading store names 
* Checking tv listings 
* Following a map 
* Working puzzles 
* Playing games 
* Making appointments in calendars 
* Using calendars in general to find birthdays, special dates and holidays 
* Sending or making own cards for events (Valentine's Day, Mother's Day) 
* Writing out envelopes and sending mail 
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Example of Calendar for Emergent Literacy lesson 
5 7 


















Example of Action Plan 
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ACTION PLAN ACTION PLAN 
SESSION CHILD 
TOPIC 
My child and I will work on the following activity: 






Notes or Additional Instructions: 
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Appendix H 
Letter from Human Subjects Review Committee 
WESTERN KENTUCKY UNIVERSITY 
Hrnmm SHtjeca Rnimr Board 
Office of Sponsored Programs 
104 Foundation Bcfidieg 
502-745-4652; Fax 502-745-4211 
E-maB: Phillip .Myers@WkuJdu 
In fa tu recxMrycnr l ra rep teaaore fo toHSOOSl .De^^ 1999 
AmtBAksonder 
P.O. Box 202 
Sweden, KY 4228S 
Dear Anna: 
1. Yoisr research project "Phonemic Awareness in Preschool Children in Relation to Social Class," has undergone 
tevicwbyHmWestem RcnlnckyUuiv wsity IRB for human subjects of research aod it has been determined that 
risks to subjects are: (1) minimized and reasonable; m d that (2) research proce&res i r e consistent with a sound 
research design and do not expose the subjects to nmwoniary risk. Reviewen determined t ha t (1) benefits to 
subjects are considered along with the Importance of the topic sod that au to joes ere reasonable; (2) selection of 
subjects k equitable; and (3) the purposes of the i c j u r d i aod the research settfcg is amenable to subjects' welfare 
aod producing desired outcuiies; tiaitiadfcat^ 
voitmtary. 
2. In addition, the IRB found that: (1) informed consent will be sought and docuBcnted from each prospective 
subject. (2) Provision is made for ralVwting, asatg and storing data ia a mamcr that protects the safety privacy 
o f t h e sd^cc ts and the coafifVititiaftyrfflw data. (3) Appropriate safeguards a n incindad to protect the rights and 
welfare of tin subjects. Please store all data securely at an on carapos location for a aimimmn of three years after 
the project is completed. 
3. Your recearch therefore meets tbe criteria of Fal l Board Review aod is app roved sab jec t t o r e e d p t of 
a i f a c d a r t t d e a of t | i w > 1 baad s t a r t p r o c r a a a p a r t k ^ p a d a g ; a n d t b c l e t t e r to the 
pa ren t s mmst be m a d e m o r e r eade r frteadiy. Please note that the institution is not respoasibie for any 
actions regardiag this protoool before approval. Copies of yow r e q u e s t & h a m a n s i r f > j e c t s r c v i ^ 
and this approval, are mamtamcd in die Office S p c P M ^ Programs above address. Please report any changes 
to this approved protocol to this office. A Continuing Review protocol will be sent to you in the future to 
dammine tbe tfatiw of tbe project. 
§, i i K a O M t I t | n S . 
H a s a n Subjects Coordtoator 
c Human Subjects File0031 
Dr. Cad Myejs, Department of Psychology, WKU 
HSAp(ro»MAleua<ta0031 
